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ABSTRACT 

Differential effects of promotion from^and retention 
in grade on second- and fifth-grade students were investigated. It 
was hypothesized that (1) children retained in gra<^e will evoke 
negative perceptions and thus have lower status than children 
regularly promoted; (2) more favorable ettributior(s wild be made to 
children who are regularly promoted than to their retained 
counterparts; (3) children with perceived higher status will be 
preferred over childrej^^ho are retained for academic and social 
tasks? (4) giv en compa?8ble task pie rf orm ance, regularly promoted 
studenTs will receivj^piore rewards than wiT.1 childrenr^ho have been 
retained; and (5) cKTldren who are retained will have less favorable 
social cognitions and expectancies about themselves and their school 

Jnvirbnment than will children who are regularly promoted. Subjects, 
^9 children attending a rural elementary school in northeast 
Georgia, provided data on self-esteem measures as well as on measures 
or tasks assessing peer reward allocation, srdcial partner choice, 
task partner choice, impressions and attitudes about retained 
students and the school environment, and report card expectancy. Race 
of examiner and order of presentation of measures were 
counterbalanced. Results are discussed, and related materials are 
appended. (RH) 
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' Introduction , ' • 

' One of the most influential institutions for the- development of 
children is the elementary school. This influence extends beyond 
intellectual development into the general realm of social development 
(see Centra & Potter, 1980j Guinp, 1980: Hetherington & Parke, ,1979). - 
In the Caswell and Foshay text Education i_n the Elementar^L School (1957) , 
George Stra'yer presents an idealized view of the school: "The good 
elementary school is one in which children learn the tool of inquiry, 
respect for differences , and open-minded avoidance of prejudice, the 
difficult relationship between' freedom and responsibility, and the art 
of cooperating..." (p. vi). Furthermore, it has been claimed that the 
school is second, only to the home as an institution "that determines 
the growing individual's self-concept and his or her attitudes of self- 
acceptance or "self-rejection. It has been consistently observed that 
type of school, school orga^nization, and teacher-pupil relationships . 
all "influence children's self-concepts (Metcalfe, 1981). 

In recent years, as part of the "back-to-basics" movement in educa- 
tion, questions have been raised about the socialization mission of 
the schools. Some writers have argued, 'for example, that schools 
should focus their attention on .developing children's fundamental . 
academic competencies rather thdn attempting to develop tangential 
qualities like self-concept (see Lerner,4981) . 'Nonetheless, there 
is evidence Jthat' "tangential" qualities like self-concept are related to 
academic performanc^. Brookover. Thomas, and Patterson (1974) found that 



student self-conceptions i of ability predicted school performance better 
than lO. Lamy (1965) suggested 'tha; self-perceptions and IQ in kinder- 
garten predicted reading achievement in first grade equally well. 
Wattenberg and Clilfford (1964) successfully predicted, reading achievement 
two and a fialf years later from measures of self-concept procured from 
kindergarteners. Entwisle and Hayduk (1978) provide data which further 
support the relationship between self-esteem and the school environment. 
For instance, by the end of the third grade, eve? before the age of 
competent' reading and writing skills .are acquired, children have 
developed fairly stable and complex self-images,, How well children 
are doing academically at that age is a good, long term indicat^ of 
school performance. The implications are that school performance can 
be enhanc^ed or debilitated ao a. function of the student *s self-esteem. 

There are at least two school-related factors that may influence 
..childr€tn's self-evaluation and self^concept . The first of thfese is 
actual academic performance, which gradually becomes part of a 
reciprocal feedback system. .That is, actual academic performa^^ 
influences self-evaluation, which in turn influences subsequent academic 
—rformance. Johnson (1981) assumes that children who have experienced 
chronic, failure (failed at least three years) in school develop feelings 
of learned helplessness. , Johnson's study explored two facets of learned 
helplessness, whether value of outcome would be a predictor of passivity 
and, how self-concept is affected by failure. The results were consistent 
with learned helplessness -theory: low self-concept was predicted 
independently and significantly by school failure, internal attributions^ 
for failure, and external attributions for success (Johnson, 1981). , 



A. second school-related factor influencing children's self-evalua- 
tion* is teachers' attitudes tow3,rd students and their performance (e.g., 
Adams, 1963; Barocas, 1974; Brophy & Good, 1970; Cooper,^ 1979; Lerner 
.&*Lerner, 1977;-Rich, 1975; Rist, 1970; . Rosenthal & Jacobsen, 1969; 
Seaver, 1975).. Teacher expectations are considered a primary source 
for information about expected abilities which 'shape children's self- 
concepts. Particularly the expectanciU that children hold about their 
' capability for academic performance (Braun, 1976; Brophy & Goodj, 197A'; 
Good, 1980; Weinstein, et al.. Note 1). Achievement is affected in 
that the child internalizes information from th^ teacher-pupil ^interac- 



tions into self-expectations and the expressions of those self- 
expectations into behavior and academic performance (Cooper, 1979; 
Weinstein, et al.. Note 1). 

Considering the information outlined above, it is not sui?prisihg 
to find that a child's success or failure in the school environment is 
not just a matter of a child's individual efforts or of effective or 
ineffective teaching. -Nor is it merely a matter of. a favorable , 
emotional climate at home. The. child who does not compete successfully 
in school is likely tc develop problems in living and in coping with 
his or her surroundings (Chase, 1972); Taken together, these studies 
suggest that intellectual and social 'levelopment go hand in hand, and 
that "tangential" qualities like self-coticept and self-evaluation may 
be very important for subsequent intellectual development. 

There is another hidden aspect of the "back-torbasics" movement 
that presents a serious problem to the schools^ If. "minimum 
cojnpetencies" in the basics sltls. the -criteria for academic success, ;fhat 
'is to be done with the students who do not meet these criteria? The 



.traditional answer to this question is to retain children in graae 

■OS , A * * 

until they had reached the appropriate mastery level. This solution 

t 

is not uncosmion!, approximately one -^mil lion American children are 
involved in this process annually (Jaclbon, 1975) • 

It is surprising, given\J:he importance of the problem and the large 

) 

number of children involved, how little is known about the impact of , 
grade retention. There is no consistent, generally accepted basis for 
non-promotion. Children may be retained due to deficiencies in academic 
performance or to def icierfcies^ in "social maturity" (Jackson, 1975). 
Furthermore^ th^re is 'no consistent relationship between the achievement 
ap^d ability of the student and her/ his nonpromotlon. Almost all 
surveys of student progress reveal cases in which children of low 
achievement have oeen promoted^^^and children of higher achievement have 
been failed. Additionally, schools with'higher average achievement often 
f^l a larger percentage of students than schools with lower average 
achievement ^Caswell & Foshay, 1957).' - ■ . . ' 

Ayers (1909) reported the first comprehensiye analysis of the - 
progres"S ^f^-ctuldren from grade to grade Ayers concluded that the 
rate of grade retention varied from 10% to 34%; t;he average rate of grade 
retention was significantly h'igher in they first grade than others;' and 
the rate of 'grade retention was significantly higher for boys than for 
girls. These results b ^^p replicated 'from 1912. -r 1975; the 

differences being the rate of grade retention variance in different 
cities and states,, the range being between 2% and 20%. According to 
-Jackson (1975) there are also "differences for nonpromotion for minorify 
and nonminority students, respectively, 0.7% and 0.4% in Minndsota, 
Oregon, and Utah, and in Louisiana" 7.9% and 3'.6%. % 
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Gradl'Stencion as a solution to the -"minimal competencies" 
problem may itself- pose further problems.. Ear-ly reviews • suggest tha,t 
nonproB^tion, as a mecns of improving achievement level, does no x. work ^ 
ana that it is likely to be a deterrent to acceptable achievement 
(e.g., Caswell & Foshay. 1957. San^^n. 1944). Specifically. Caswell 
and Foshay (1957) and Sandin (1944) found that the nonpromoted child 
will ijuffer from depress-idn and discouragement. The personality of a 
child is affected, most often unfavorably, when. he or she is not 
promoted. The 'explanation of t:he phenomenon offered by Caswell and 
Foshay was that the:i'children. canpot discover the relationships between 
'cheir activities and outcomes and hence do not see a road to success. 
This ambiguity. will inadvertently lead to distrust of abilities, and 
very often to e:?pec.tation of further failure, 

Sandin (1944) designed a study in which he assessed the social and 
•emotional adjustments of regularly promoted and nonpromoted students. 
•*He obtained information^ from observations in the classroom and student 
records which showed that nonpromotion resulted in the children being 
placed with classma.as who were younger, smaller, and in many cases, 
less mature. Sandin assents that these 'differences are important because 
^ they apj.ear as f actori :that influence children's rejection or acceptance 
as companions. From his data. Sandin concluded that children.wh9 had 
been r|t9ined did not consider their younger, regularly promoted class- 
mates- appropriate companions. 

^The studies by Cafwell and Foshay (1957) and by Sandin (1944) are 
important because they suggest that peer reactions can have a strong ' 
influence -on a child's adjustment to school. It retained children 
. are rejected or are targ'.ts of discrimination in their new classes, then 



acadeuic and familial problems associated with retention wilt be 
compounded, and self-evaluation may suffer further. Although 'the precise 
mechanism responsible for such discrimination remains unclear, some clues 
may be found in the literature on equity theory. From the perspective 
of equity thjeory, judgmeata of deservingness are an intest^l part of 
resource exchanges that characterize social behavior. "A^sociaL exchange 
is equitable when resources (outcomes) ar^ dispensed in proportion to 
contributions or. inputs (Walster, Berschei|i, & Walster, 1973). Thus,, a 
worker who does 20% of the work deserves; 2d| of the available resources. 

From the perspectiv^vpf equity theory, it could be argued that 
rejection and peer discrimination against the retained child may be seen 
as th^ deserved outcome for the input of poor school performance; By 
itself, this interpretation is too simplistic. The retained child may 
actually out-perfonn his non-retained peers on at least some school- 
related tasks due to greater familiarity with some of the materials. 
If, hiwevsr, the equity formulation is expanded to allow additional 
inputs beyond relative school performance, then the equity interpreta- 
tion may be more plausible. 

In naturally occurring circumstances, children are confronted 
with information about accomplishments within a context of other 
information Chat may be at least as salient as task performance 

tit ^ t 

(Graziano,' i978; Leventhar& Michaels, 1971; Thelen & Kirkland, 1976). 
It is these other salient, yet diffuse', items of information (e.g., size, 
race, grade, status) that could function as inputs and hence, mediators in 
children's perceptions of thiir peers (Graziano, Musser, Rosen, & 
Shaffer, 1982). 



The results of these empirical equity studies suggest that task 
performance is not the only basis for children^ judgments of deserving- 
ness (Leventhal's Michaels, 1971). Walster and Walster (1975) propos^-^ 
that these contextual determinants, i.e., status attributes associated 
with the individual such as physical strength, gender, and race, come 
to be seen as inputs. Thug, they are mediators in the distribution of 
resources . 

Status generalization is a process that. could help us understand j 
how these relevant and/or irrelevant factors could operate to influence ' 
children's judgments of equitable exchanges. Several investigations, 
have observed that children have conceptions which appear to be stereo- 
typed about appropriate occupations for males and females, and peers 
younger and older than themselves (Feather, 1975; Thelen & Kirkland,. 1976-J 

Graziano, Musser, & Brody, Nofe 2)/ Furthermore, children assume 

■ / 

different statuses and roles wi-thib the peer group. These group defined 
^attributes determine ^the relationship of' each child to other members 
of\he group (Shaffer, 1979). * ' ; 

The implications are that status differences evoke differential 
evaluations^ "about individuals and provide a basis for inferring differ- 
ences in other capacities or characteristics possessed by^^he-'lndividual. 
Assumptions made abouTT'persol-- on the basis of their status category 
seem"to^enyf~two kinds* Specif ic' expectations are formed about 
capacities which' are relevant to the interaction itself; general .(dif" 

fuse) expectations are fjmaed about capacities that may extend beyond the 

. •■ •- - \' 

context of the interaction (Berger & Fisek, 1970,). ' \ 

Perhaps an illustration would clarify the point. In accordance \^ 
'with the status generalization theory (Webster & Driskell, 19/8), 



8 

children could possibly perceive a child who has been retained as 
having lower status than their regularly promoted counterparts. These 
differential status> evaluations would determine the relationship between 
the retained and nonretained children '(cf. , Walster & Walster, 1975). 
For instance, it, is possible that the grade retained child who performed 
as well as the non-retained child (on a school-related task) would be 
evaluated less favorably by their peers. 

The aforementioned implications lead to another way (in addition to 
equity theory, and status generalization) to consider peer reactions to 
children who have been retained. It is conceivable that a grade retained 
child is seen as somehow "different" by his or her non-retained peers. 
However, there is little information on the ways children interact with 
other children who are seen as somehow "different" from themselves (cf., 
Hartup, 1979; Lippitt, Polansky, & Rosen, 1952). 'For example, Lougee, 
Golden, and Hartup, (197^) note that most our knowledge of peer relations 
is based, on studies in which children are highly similar to each other in 
age, race, gender, socioeconomic statius, mental and physical capabilities 
etc. In particular, when grade'-retained children interact with their - 
new classmates, we may be observing a special case of naturally occurring 
mixed-age interaction. \ 

There is -now arf established literature demonstrating that children's 
interactions do differ in same-age. ar^d mixed-age contexts (Furman, Rahe» 
.& Hartup, 1979; Golden, 1981; Grazian\^, et al., 1976; Shatz & Gelman^^ 
1973). The bulk of this research has stressed the potential ameliorative . 
and therapeutic effects of mixed-age interaction. For example, Futman 
et al., (1979) found that by pairing socially withdrawn older children 



with a younger partner, the sociaUy withdrawn older child becomes more 
socially interactive with agemates. 

Ameliorative effects may indeed occur in dyadic interaction, but 
there is also the possibility that the larger social context can make 
mixed-age interactipn detrimental to. the individual older child. In 
the natural ecology of elementary schools, for example, mixed-age 
interaction occurs when children are retained in grade due to academic 
deficiencies. Such grade retention may ameliorate academic differences, 
but social development may be detrimentally affected (Caswell & Foshay. 

1957; Sandin, 1944). 

It is because of thes6 possibilities that this study was designed t( 
assess tfce differential perceptions of second- and fifth-grade children, 
based on their grade status. Specifically this study will address the 
following questions: (a) Are older children in the same grade as the 
reguUrly promoted children perceived as having higher, lower, or equal 
status? (b) Do children who are retained have different perceptions 
of others who have been retained or regularly promoted? (c) Given 
comparable task performance (by the retained and non-retained students) 
what factors will contribute to the allocation of rewards from their 
" peers? (d) Are there differences in the social, cognitions and 
expectancies between children who have been retained and those who are 

* » 

regularly promoted? 

In light of these questions, it was hypothesized that: (a) Grade 
retained children would evoke negative perceptions, and thus have lower 
status, than children regularly promoted. These effects will vary such 
that, .children who are retained themselves will make more favorable 
attributidn^ to similar-others (i.e., retained- target children) than 
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to the children who are not .retained, (b) More favorable attribu- 
tions will be nade to children who are regularly promoted than to 
their •••^retained counterparts, (c) Children with perceived higher 
status (i.e., who are regularly promoted) will be preferred for 
academic and social tasks rather than children who are retained, (d) 
Given comparable task performance, the regularly promoted student will 
receive more rewards than will children who have been retained, and - 
(e) Children who are'retained will have less favorable social cog- 
nitions and expectancies about themselves and their school environment 
than will children who are regularly promoted. ^ 



Method . 

Overview of Design 

Second and fifth grade retained and non-retained children provided 
measures of (a) differential peer reward allocations, (b) social partner, 

(c) task partner, (d) impressions and attitudes about the school 
environment, (e) report caid expectancy, ^nd (f) self-esteem measures . 
Race of examiner and order of presentation of measures were counter- 
balanced. Results were analyzed using multivariate analysis of variance 

» 

(MAN0V;A) and separate univariate MOVA's. 
Participants 

The sample for this stv.dy consisted of two hundred and nineteen 
children who attended a rural elementary school in Northeast Georgia. 
Participants were dichotomized by grade level and gender: 105 second 
graders (65 females and 40 males) , 114 fifth graders (53 females and 61 
males). Thirty-four percent of the subject population was African-Ameri- 
can and sixty-five percent Caucasian-American. Mean ages at testing for 
the children who were retained second graders were, for males 111.50 
months and for females 110.75 months. For the children who were 
regularly promoted, mean age for females was 94.89 months and for males 
92.65 months. Mean age at testing for retained fifth graders was 146.45 
months for females and 145.0 "months for males; and mean age for^the 
non-retained students for males was 127.48 months and 127.27 months for 
. females. < 
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Forty-six percent of the population had been retained and 54Z*had 
not been retained in grades.. Parental consent was obtained for each^ 
child and the child was again asked if she or he would like to partici- 
pate before arriving to the experimental room,. No child with "parental 
permission declined to participate, ^ 
Procedures 

Six undergraduates and two graduate students served as experiment- 
ers; there were two African-American females and one male, four Caucasian 
American females and one male. The children wevre escorted to and f'rom 
their classfooms by an experimenter. Each child was interviewed 

0 

individually. His or her responses to each qu^estion were recorded by 
the experimenter on the children's individual data sheet. 

The initial phase of the experiment consisted of collecting self- 
estee^^measures from each child. The remainder of the dependent 
variables were then /presented, in a fixed order, to each child. 

Self-Ssteem Measures 

The method used was the Katz and Zigler (1967) ' self-image disparity 
approach. The self-esteem data were collected prior to the other 
dependent measures. Each child was assessed individually by an experi- 
menter of the s^me gender, but race of examiner Was counterbalanced 
within, gender. The experimenters were blind to the child's grade status, 
i.e., retained or not retained. 

The participants were told that the experimenter wanted to find 
out what the children thought about themselves. They were told that- 

. there were no right or wrong answ^js, and that they were to respond 

i 

' as they felt. The experimenter collected the information verbally 
from each child and recorded responses on the appropriate sheet. In 
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addit-ion,^ the children were. asked rf thejb understood each word. There 
were standard prompts listed for the experimenter for each word. 

Each questionnaire consisted* of 20 adjectives, ten positive and ten 
negative. -For each adjective there were two responses, "yes" or "no." 
Three questionnaires were given to assess the real self, ideal self; 
and social Sfelf (see Appendix A). Positive responses were given a 
score of zero and negative responses were scored as one* 
Allocation Task 

The allocation task was adapted from the procedures designed by 
Graziatio (1978); see also Graziaho, Brody, and Berstein, 1980. This 
task was utilized to assess the effects of status generalization in 
specific situations. The materials used were portions of a story by 
Tolstoy (1972) (see Appendix B) entitled "The Turnip," three 13 x 9 cm 
Polaroid color snapshots and ten red circular prize chips. 

The students were shown the color snapshots of two unfamiliar 
children (from another school district) who were of the same race, sex,^ 
and grade as the subject. For second graders, one stimulus child (i.e., 
child in . the snapshot), was- tal-ier and older than her or his counterpart . 
The student was told that their ages were nine- and seven-years 
respectively. For f if th'graders, the student was told that the stimulus 
children's ages were twelve- and ten-years, respectively. Underneath 
each stimulus child's photograph was 'the printed portion of the story 
whichvthe stimulus child allegedly had read. For instance, on^ 
stimulus^hild had clearly read a considerably greater portion 6,f, the 
story than h^the other stimulus child. When the experimenter was 
sure the ".hild understood which student in the photograph had read the 
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appropriate story fragment, the following instructions were given: 
"Subject's name , I want you to give each child as many prize chips as 
you think she (or he) should have for reading the story. Now rem.jmber 
you have ten chips." The experimenter then told the child to place the 
amount of chips they think the childr.en should get beside her (or his) 
snapshot. This process was repeated two more times so that the child 
responded under conditions where the retained ctiild had .read more than, 
less. than,. and the same as her or his non-retained counterpart. 
Social Partner Choice 

This task was designed to assess the degree of status generaliza- 
tion to a task-irrelevant -situation, e.g.,. not related to the school 
environment. Each child was' shown a different color snapshot of-'tvo 
unfamiliar children, from another school district, who were of the same 
race, sex, and grade as the subject. Next the subjects were shown a 
20 X 25 mm color .snapshot of a playground. Each subject was asked, "If 
you had a chance to play at this playground, which playmate would you 
choose"?. 

Task Par tner Choice " - 

— ' <t 

This task was designed to assess the degree of status generaliza- 
tion to a specific, school related situation. The -children were 
shown another pait of > children in a Polaroid color snapshot. The 
children were of the same race, sex, and grade as the subject. Then the 
children were shown five arithmetic problems (taken. from either the sec- 
ond or fifth graders ' "textbook) . The children were asked, "If you 
were asked" to do these problems which partner would you. choose to 
help you"? 
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Imorefls ions/Attitgdes 

Other measures-were used to. assess (a) the child's impressions and 
attitudes about a s^ident who has been retained and (b) as a manipula- 
tion check; Each chi\d viewed" a 13 x 9 cm color snapshot of two strange 
children who were, of ke same race, sex, and .grade as the subject. The 
second graders were toldXthat the stimulus children were seven and nine 
years old, respectively, W f ifth^graders were told that the stimulus 
children were ten and twelvWears old, respectively. The following 
open-ended questions were asked in counter-balanced order; ' ^ 

1. j'Guess .why this student-Cpoints tg picture) is older than this 
student (points to picture)"? 
' 2. "Can you think of .some wbrds that describe this student (points 
to picture of the older cii^ild)"? . 

3. "Can you think of some woris that describe this child (points 
to younger child)"? 

4. "Guess who is liked better"? 
Incomplete Stimulus Situation - 

This measure was used to assess the jiarticipant's impressions and 
attitudes about the school environment (e.^.. "School is a place 
where..."; "I like school because..."). The participants were asked 
to Complete six sentence stems (see Appendix^. The sentence stems 
used^were adapted^ from Mussen (1960). 
Report Card -Expectancy 

Thi-s method was adapted from Entwisle and U^ydnk (197§). to assess 
the child's academic self-image. Each child was asked to guess what her 
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* 

' next report card would look like. A large red poster ( approximately 
960 cm X 960 cm) was prepared with titles of school subjects "reading," 

V 

"arithmetic,". and "conduct". Next to the "report card" were large 
letters, (three copies of eacli) A, B,, ,C, D, F; which the child was Ssked 
to place on the relevant report card squares* 

Before playing the game, the children were asked if they knew what 
a report card was, and what the grades represented* After the children 
indicated that they understood what was expected of them, the experi- 
menter asked' them to guess by picking up a letter grade and placing it 
in the appropriate square, i.e., one for reading, arithmetic, and 
conduct. ■ ^ ■ ' _ 

Upon completion of the tasks outlined above, the children were 
thanked for their participation and iuv'ited to take a small toy from 
the experimenter's prize bin. . 
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Results 



The^ experimenlier coded ail observations with the assistance of three 

*" ' • * 

undergraduate students. A reliability ctieok was made for the judgmental 
observations, i.e., impression and attitude questions and the incomplete 
sentence steins. The undergraduates, one female and two males, were 
blind to the predictions and design of the research project. Intercoder 
reliabilities for each judgmental observation were calculated as 
correlations. Six sets of correlations were computed (i.e., correlations 
between coiex one and coder two, coder two and coder three, etc.). Of 
all correlation^ obtained none were below .90, (M » .93). Where there 
was disagreement, a discus^sion was held until a consensus w£(s reached* 
Since the correlations were satisfactorily high, the experimenter's 

coding sheet was used for all analy&es. 

^ ^ ^ _ * 

Manipulation Check 

, The f'irrst question the children were asked was, ^"Can you guess 
why these children are in the same grade and one is older than the 
other"? We designed this question so that we would not have to 
label the children as retained and thus, create a response bias ia the 
sample population. Basically we wanted to show that the children are^ 
cognizant of the grade status of their peers. Our data indicated that 
they are aware of the retained versus the non-retained children. 

The responses to this quest-ion were coded: OH a "hit", meaning the 
participant clearly 'identified a retained child; 1^, a Ij^emi-hit", 
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meaning that although *the participant did not respond with any key . 
wards, (e.g., "left-back", "not prompted", "failed"), his or her subse- 
quent responses indicatefTthey weife- aware the student failed a grade; 
2, a "miss", meaning that participants did' not verbaliz6 grade status 
of the student in any context; and 3_» °° response. 

A digression is necessary so that the "condition" 'factor can be. 
explained. .The condition factor was a design procedure used to counter- 
l4Unce the height and grade status' of the ^rge^t. children. The height 
of the target children was mainpula^ed independently of grade status 
siijce previous research has shown that height (size) can influence 
children's .social judgments (e.g., Graziano, 1978; Graziano, Musser, 
Rosen, & Shaffer, 1982). Therefore, in one condition (coded 0), the 
target children were labelled "correctly", i.e., the taller (blder) 
■ child wasti retained and the shorter (younger) child was not retained. 
In the other condition (coded 1) the target children were, labelled in 
the reverse order,' i.e., the talier-targen child was labelled as younger, 
and not retained, and the shorter target-child was said to be o^lder 

and retained. * , ' ^ ^ - 

All responses to ques^'tion one {except the "no respbnse" category) 
were subjected to a 2 (grade status) x 2 (grade) x 2 (gender) x 2 c 
(condition) analysis of variance (ANbVA),- (Lunney, 1970). Significant 
main effects for grade status, F (1,184) • 7.95, £ » .005, 'and grade, r 
(1,184) « 15.57, £« .0001 emerged.. The non-retained .participants 
would reliably identify the i^etained-stimulus children more often . 
(M - .47) than the retained participants <M « .76). Similarly fifth 
graderSpidentified the retained-stimulus children more often (M » .40), 
than did second graders (M - .86). Duncan's multiple range test showed 



that these differences were significant^ at the ,05 level, Furthermor.e 
a significant Condition x Gender interaction emerged, ]F (1,184) « 
5«81, £■ The shape of the interaction was. disordinal, which ^ 

suggests that, male and .'^female participants react differently to 

r rel^'^tive size/ Post hoc analysis which used Duncan's test;, revealed 
signii|icant diffe^nces, £«-.05* These analysis were interpre'|:ed \ 
as follows: female participants would identify the retained stibnulus 
'child in the retaihed-shorter condition more often (M ■ .44) than in 

^the-xetained-taller condition (M « •64); however, this ocpurrence 

^is reversed with males, in the retained-shorter condition ;they 

^ ■ . \? • 

identified' the retained stimulus child less often (M ,905, than in 
. . . " ? . ? ' • - - ; ' 

the retained-taller condition (M « .42). 

Since, this question served as a manipulation check, **xt: was assumed 

tfiat the ^lority of the children would readily "guess" one of the 

stimulus children had been retained* The assumption was confirmed. 

Sixty-seven perjc^t (135) of .this sample "guessed" correctly while 23% 

(65) missed, , ' . 

Discrimination Hypotheses ' . 

Impression and Attitude Measures « .The first prediction was that. 

c^ldren would have negative perceptions about their grade-retained 

' peers. Additionally, a rater's grade .status x target^s grade status 

. irceraction Was. predicted. This means that raters who were retained 
♦ 

themselves wuld make more favorable attributions about^ retained 
targets than would those raters who were regularly promoted. 

The data relevant to the above ]^rediction were the responses given 

to the impression and attitude qifestibns. For questions two and three, 

^ " ' \ 
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the participants were asked (in a random order) to describe the retained^ 
and non-re taii^ed stimulus child. For coding purposes, question two 
refers to the retained- stitmilus r.hild and question three refers to the 
non-retained stimulus child . Responses to these questions were coded: . 
0 - uncadable, 1 - negative, 2 - neutral, "or 3 - positive. The depen- 
dent variabXesr were rater's grade status (retained vs not retained), 
grade (second vs fifth), gender (male ys female) and condition (retained- 
/^aller vs retained shorter). 

Question t:wo» When the codable responses were subjected to a 
2 (grade status) x 2'-(grade) x 2 (gender) x 2 (condition) ANOVA, a 
significant Condition x Grade status x Gender interaction emerged, £ 
(1,184) « 5.37, £ - .02. It appears that the male and female partici- 
pants are reacting differently to the retained child as a function of 
the size of the retained-stimuluSi^ildren* For instance, when the 
retained stimulus child was taller than the non-retained stimulus 
child, malfe students who were themselves retained did not differentiate 
between the two stimuli childrertf M*s « 1.69 and 1.60, respectively; 
however, the non-retained males gave more negative descriptions of the 
retained-shorter "stimulus child than of the retained-taller child; M's « 
1.37 and 1.75, respectively. The retained-female participants gave more 
negative descriptions about the retained-taller target child (M « 1.54) 
than about the retained-shorter stimulus child (M « 1.73). However, the 
non-retained females did the exact opposite, they gave more negative 
descriptions about the retained-shorter stimulus child (M « 1.30) than 
about*the retained-taller stimulus child (M ■ 1.74). 

• The children/s responses showed that, while both second and fifth 
graders tended to respond neut:rally (777. and 757. respectively), more 
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fifth graders responded negatively (12Z) than did second graders 
(less than 12). (Eight second graders 'and two fifth graders gave 

c. . * 

positive responses.) More females (522) than male participants (46%) 

* ' • 

gave neiitfal responses; the male participants accounted for virtually 
all of the negative responses (minus 1 female) and the females accounted 
for 'all of the positive responses • 

It appears that there is some support in the direction of the ^ 
hypothesis. There are different perceptions of the retained children 
which are .related to the raters themselves. Furthermore, these differen- 
tial evaluations are mediated by the height (size) of the retained 
, stimuli children ^n relation to the height of the non-retained stimulus 
children. Sixty-two percent of the children gave neutral responses; 
with the addition of both size (height) and grade status factors ^ 
however,, discriminative"^ evaluations do emerge. 

Question three . This question perj:ains to the participant's 
descriptions of the non-retained-target children. It was -predicted 
that the non-retained child would receive more favorable evaluations 
than the retained child by their peers. When the codable responses 
were subjected to a 2 (grade status) x 2' (grade) x 2 (gender) x 2' 
(condition) ANOVA, only two marginally significant main effects emerged, 
grade status, F (1,184) - 3.02, £« .08., and grade, F (1,184) - 
3.11, £- .07. These results ixidicated that the majority of these 
second and fifth graders gave neutral responses, (74%); while 1% of 
the second graders and 6% of the fifth graders gave negative responses; 
2% of the second graders and less than 1% of the fifth graders gave 
po«itiye responses. Furthermore, 73% of the female subjects and 75% of 
the males gave neutral responses; while 11% of the males and 3% of 

. , 29 . 
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the females gave negative responses; and 5% of the females and less 
than 1% of the males gave positive responses. Furthermore, 39% of 
the retained participants ,ai\d 42% of the non-retained participants gave 
neutral responses. While 5% of the retained and 3% of the non-retain- 
ed participants , gave negative responses. However, .2% of the retained 
and 2% of the non-retained participants gave positive descriptions 
about the noa-retained- stimuli children.- - 

Supplemental analyses . Since responses to -questions two and three 
included both "hits" and "misses," it was possible that the inclusion 
of children who generated "misses"' obscured any underlying patterns.^ 
-Consequently, responses of children who scored "hits" on questiqa one 
were analysed separately in a 2 (grade status) x 2 (grade) x 2 (gender) 
X r (condition)"MANOVA. The dependent variable severe the impression and 
attitude questions, task partner, social partner, and allocation -of 
rewards. (See Table 1 for significant univariate effects for the 
impression and altitude questions.) 

Pillai's trace (Olsen, 1976) showed significant effects of gender, 
£ « .02., grade, £" .0001, and a Condition x Grade interaction, £«.01. 
Just as the total sample, the majority (70%) of the -sub-sample (i.e., 
those children who correctly "guessed" that one target child had been 
retained) responded with neutral descriptions. However, the males ^ave 
more negative descriptions than did the females (frequencies were 26 
and 4 respectively). The significant main effect for grade indicated 
that-whi-le-the-majority of this .sub-rpopulation's fifth and second 
graders responded neutrally, more second graders responded negatively 
than did fifth graders. Less than 1% of the sample responded with^, 
positive descriptions." Results indicated that, in the retained- 
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Table 1 

Univariate Results for Impressions' and Attitudes 
Controlling for "Hit" Responses 



Impressions/Attitudes 



F-Value* 



P-Value 



Question 1 

Grade status \ 
Condition 

Gender ^ 
Grade 

Grade status x grade 

Condition grade 

Grade status* x condition x grade 

b 

.Gender x grade 
Question 2 

Grade status' x condition x gender 
Question 4 
^Condition x grade 



7.6£f 
5.19 
'5. 81 
15.16 
4.08 
9,18 
4:92 
4.41 

3.65 

4.93 



.01 
.02 
.01 
.002 
.04 
.002 
.02 
-.03 

.05 

.03 



♦Note. All df - (1,142) 
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taller condition, generally all raters (second and fifth graders) re- 
sponded neutrally. However, in the retained-shorter condition, fifth 
grade raters gave more negative descriptions (M - 1.51) than did second 
graders (M - 1.69). Duncan's post hoc analysis did no.t reveal any 
significant differences. • 
Since the sub-population's pattern, as indicated above, did not 
differ fromthe total population, the univariate analyses will not be 
discussed. 

It appears that there are differential evaluations given by the 
retained and non-retained raters; furthermore it appears as though these 
differential evaluations are influenced by the relative height of the 
target children and whether or not the raters themselves are male or 
female . 

Question four . The measure asked that the participants. gUess 
which stimulus child (retained or non-retained) would be liked better. 
It w*as predicted that the non-re^kined child would be favored by their 
peers, as opposed to the retained child. When responses to this 
question were subjected to a 2 (grade status) x 2 (grade) x 2 (gender) 
X 2 (condition) ANOVA, a significant Condition x Gender interaction ^ 
emerged, F (1,184) - 5.22, £-.02. The results indicated that the 
fifth graders believed the retained-shorter target child would be liked 
better (33Z) than the retained-taller target child (24%.). And - 
conversely, when the second graders viewed a target child who was 
retained and shorter, they pcrf erred that child less (22%) often than 
when the target child was retained-taller (30%). Whereas, when the 
' non-retained stimulus child was taller than the retained stimulus 
child, more fifth graders (26%) than second graders (20%) preferred the 
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former. And 262 of the second graders preferred the non-retained 
stimulus child if she or he 'were shorter than their non-retained 
counterpart while only 16% of the fifth graders made similar choices. 

r 

Th^re was also a significant grade status main effect, £ (1,184) 
m 3.87, £» .05. Participants who had been retained preferred the 
retained-target child (M « .SO) more often than the participants who 
had not been retained (M « .38) . \ 

In essence, 55Z of the participants chose the retained stimulus 
child, however it made a difference as to whether the retained target 

child, was taller ox; shorter than their non-retained counterpart. 
« 

The results from the impression and attitude questions offer 
support for the prediction in that there "are 'differential evaluations 
for the retained and non-retained (stimuli) children by their peers. * 
The most interesting findings are that these evaluations are moderated 
by the (a) size of the retained and non-retained (stimuli) children, 
(b) the grade. of the raters, and (c) whether or not the raters have 
.been retained^ themselves . There is further support for these findings 
based on other measures used in this study. 

Partner Choice 

Task partner . It was predicted that children with perceived 
higher status (i.e.,, who are regularly promoted) would be preferred for 
school-related (e.g., academic) tasks. To test this hypothesis, the 
participants were asked to choose (between a retained and non-retained 
stimulus, child) a partner to help him or her with a math assignment. 
When responses were subjected to a 2 (grade status), x 2 (grade) x 2 
(gender) x 2 (condition) ANOVA, significant effects for grade, F (1,203) 
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« 12.17, £- .001, and a Grade status x Gender interaction, F (1,203) » 

5.72, £ - .02 emerged. i.-^ 

Fourteen' percent of the second graders- chose the non-retained tar- 
get child and 86Z chose the retained target -child for the academic 
task. Similarly, 34Z of the fifth graders chose the non-retained . ' 
stimulus, child and 66Z chose the retained stimulus child, ^is is 
contrary to the predictibn. When asked' directly why they made their 
choices, some of the participants stated that the older (retained) 
stimulus child had more experience with the academic task, when they 
■failed a grade, and would be better able to assist them with the work. 

The shape of the Grade status x Gender interaction was disordinal. 
A smaller percentageVf the retained femkle participants (74X) chose 
the- retained stimulus' child than ^id the non-retained female partici- 
pants (87X), Ns - 55 and 63, respectively. Conversely, 76Z of the 
'retained male participants and .6U of the non-retained male participants 
preferred 'the 'retained stimulus child for the academic task (N - 47 and 
54 respectively). Ouhcan's test revealed significant differences 
between the non-retained male, fifth graders M « .40, £- .05, (which 
indicates they chose the non-retained stimulus child) and all other 
subjects. 

Social partner . As stated previously, it was predicted that the 
non-retained stimulus child would be preferred for the school-irrelevant 
(e.g., social) activity.' The participants were asked to choose a play- 
mate for going to the playground. When responses were subjected to a 
2 (grade status) x 2 (grade) x 2 (gender) x 2 (condition) ANOVA, 
significant main effects. for raters' grade status, F (1,203) - 3.99, 
p i .05, and grade, F (1,203) 4 .42, £- .04. 

\t 
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Support for the prediction' was indicated. 'Overall, the majority of 
the sample preferred to play with the non-retained stimulus child (55%) • 
However, differential preferences were stated, .the non-retained raters 
^preferred the younger (non-retained target child) more often (59%) than ^ 
did retained raters (48%). The grade effects showed that the second 
graders preferred the (older) retained-target child more often (52%) ^ 
than did fifth graders (40%). Duncan's test indicated these differences 
were significant, £ ■ .05. 

Allocation task. Prediction three states that given comparable 
task performance, the regularly promoted stimulus, child will receive 
more, rewards (prize chips) than will stimulus children who are retained. 

' 4. 

Allocation data Was analyzed using a 2 (condition) x 2 (grade status) x 
X 2 (grade) x 2 (gender) x'3 (relative task performance) ANOVA, with • 
repeated measures on the last factor. Additionally, a separate £r 
correlation between allocations and task performance was computed for 
each individual participant (see Graziano, 1978). These correlations 
were analyzed in the same format as the aforementioned ANOVA, exclud- 
ing, ^the repeated measures factor. 

The univariate Analysis showed significant effects for task 
performance, £ (1,406) • 189.85^ £ .0001, a^Gender x Performance 
interaction, F (1,406) « 7.64, p « .001, and a Condition x Gender 
X Grade interaction,, F (1,406) « 6.74, £-'-.-01. 

How well the retained-target child performed, in comparison to his 
or her counterpart, was a major contributing factor for the number of 
prize chips awarded to them by the participants. A total of 10 chips 
were to be allocated. In allocation one, when the target child did not 
read as much of the story portion as his or her counterpart' (the non-* 



retained child), an averfige'^of 4»0 prize chips were allocated by the " 
p?.rLicipant8# The average number of prize chips allocated to the target 
chilu when she or he read the same as their counterpart (allocation 2) 
was's.O; and in allocation 3, where the target child read more than his 
or her counterpart, an average of 6.0 prize chips were allocated by 
participants. Post hoc analysis, using Duncan's procedure revealed 
significant differences between males (M » 3.6) and females (M » 4.0) 
on allocation of chips in the "less than" condition, £ » .05. Addition- 
ally, -gender differences between males (M » 5.1) and females (M » 4.8) 
on allocation of chips on the "equal" performance £ » .05, emerged. 
Furthermore, significant differences between conditions for "equal" 
perfoniiance were revealed, £» .05, Ms » 5.1 for the retained-shorter 
condition and 4.8 for the r'etained-taller condition. This means that 
the non-retained taller stimulus child received less <M » 4.8) even 
though performance was equal and the non-retained shorter stimulus child 
received more (M « 5.1) than the retained--taller stimulus child. 

The notion that both the grade status of the target fchild and the 
height of these children are important factors for children when 
allocating rewards was further supported by the three-way interaction. 
This Condition x Grade stat^^x Grade interaction in(Jicated/that, when 
the target child (retained) was xtallfer than his or her counterpart, 
both. retained second and fifth graders were less charitable witb 
rewards Xhan when the target child wd3 shorter than his or her counter- 
part. In contrast, when the target child ^(retained) was taller than 

his or her counterpart, the non-reta?ned second and fifth grade subjects 

\ 

\ 

were more generous than when the target child w^ shorter (see Table 2). 

As such, results seem to indicate that while grade status of the target 

\ 
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Table 2 

Allocation Task "Equ^il" Performance 




O5.07 LB 
5.00" LB 



Retained taller 
LB 
^ LB 



10 
9 
8 
7 
6 
5 
4 
3 
2 
1 



2nd 



5th 




Retained shorter 
LB 
^ LB 



2nd ■ 5th 
Condition x' Grade status x Grade, £ -♦01 
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child is important, the size of retained-target children cannot be 

,■ • . ' ' ' - ' 

j discounted. The reas"on(s) that discrimination occurs is. unclear; 

perhaps the retained rater feels as though a retained-taller (target) 
child should be able to perform better than his or ^her ^etained-shorter 
counterpart. As such they reward the retained-taller chiW with' fewer 
' s chips than the retained shorter (target) child* 

P-correlations * "^ese correlations were computed for each individ- 
ual and assessed as the dependent variable in a 2 (grade status) x 2 
(grade) x 2 (gender ) x 2 (condition)' MAN,OVA, The significant effect 
' revealed was gender,^F (1,203) • 6-04, £ - .OW-^ere, the male subjects 
tended to be more taskr-oriented than the female .subjects, P « •80 a^d 
63, respectively. Namely, these resultji are consistent with Graziano, 
Musser, Rosen, & Shaffer, 1982* ' 

t ^ f 

Social Cognitions and Expectations 

It was predicted that children who are retained will >ave less 

/' 

favorable social cognitions and expectancies, both about. themselves and 
their school environment, than will children who are regularly promoted* 
Data relevant to this prediction a're the incomplete sentence stems and 
th6 raport'-Card expectancy measure. These measures were analyzed in 
separate 2 (grade status), x 2 (grade) x 2 (gender) MOVA's. 

School-Environmental Hypotheses . 

Incomplete sentence stems > The first sentence the participants 
were asked to complete was "school is a place where..." Responses 
were coded 0 " subject matter, 1 - socially related, 2 - achievement 
^ ■ /Xelated, or 3 - uncodable. The univariate analysis did not include the 
uncodable responses. 
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The ANOVA didaot indicate any significant effects. There was 
a marginally significant main effect for gender, F (1,95) » 3.44, £ « 
.'06. 'The responses indicated that 47% of the males gave responses 
pertaining to subject matter and 53%- of the females gave responses* 
pertaining to the social aspects of school. 

The second incomplete- sentence blank was "Home work is..." .The 
responses were coded 0 - uncodabie, 1 - negative, 2 - neutral, or 3 - 
positive. It was predicted that the retained children would have a less_ 
favorable view of homework than the non-retained children. Univariate 
analysis did not include the uncodabie responses.- Significant main 
effects' emerged for grade^F (-1,95) - 4.53, £ - .03. These results 
indicated that the second graders (M - 1.66) were neutral towards 
homework, whereas the fifth graders were generally negative (M « 1.35). 
Furthermore, the female participants were more negative towards homework 
(M - 1.40)^ than were the male participants (M ? 1.56). Duncan's multi- 
ple range test indicated that these ^iffere'nces were significant at the 
.05 level. 

The third incomplete sentence stem was used to investigate the, 
differences between retained and non-retained students' view of the 
teacher. Responses were coded: 0- task relevant, 1- socially related, 
^ or 3- neither. ' The ANOVA did not include the "neither" category. The 
'univariate analysis- did npt reveal any significant differences. Clearly 
^94% of the population responded with task relevant statements; while 
6% gave socially related responses. 

The fourth incomplete %en,tence stem was J'l like school hecause..." 
Responses were coded: C - i^ubject matter, 1 - socially related, 2 - 
■ achievement related, or 3 - uncodabie. The uncodabie responses were not 
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included in the analysis. There were no significant effects indicated 
by the Univariate analysis. A margihally significant Grade status x 
Gender interaction was indicated, F (1,95) - 3.15, £« .07. The 
ret;ained and non-retained males gave subject-matter responses (^'s - .43 
and '.44 respectively) wherefis the retained females gave subject matter 
responses (M - 727) and the non-retained females gave more socially 
related responses, M « .60. ♦ . 

" ^men the- partiqipants were aslced to complete ,the sentence "I do 
not like school because.^. .", responses were coded 0 - subject matter, 
1 - socially related, 2 ^ achievement related, 3 - uncodable, or 4 - 
.disciplinary measures. (Only one student gave an achievement-rl^lated ^ ' 

response.) Again, .the uncodable responses were not included in the 
, analysis. When the responses were subjected to an ANOVA a significant 
main, effect- .for grade emerged. ? (1,95) - 13.11, £- .005. The fifth . 
graders stdted- that they did not like school because of the, subject 
matter /M w .37); whereas the second graders indicated that they did not 
like^school because of socially related aspects (M « 1.46). . 

The last* incomplete sentence stem was designed to see if the 
retained or non-retained 'students would include school if they could be 
granted a wisVi, Responses were coded, 0 - school relevant, I - school 
irrelevant, or 3 - no response. The analysis did not include the "no 
response " category." T?ie univariate analysis indicated a significant 
mair. effect for grade, F ('1,95) - 8.15, £ - .005. These results 
'indicated that 90% of the second graders and 70% of the fifth graders ^ 
wanted to IJ6 granted a wish which was irrelevant to school. Whereas^ 
lOZ of the second graders' and 30% of the fifth graders wanted a. wish 
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that WM relevant to school. There were no significant main effects or 

* ♦ 

interactions with retention status. 

Self-Expectation Bypothesis , " 

ltePort«<:ard:.expectancy . . It was predicted that retained children 
w^uld have lower academic self-images thsn their non-retained counter- 
parts. Following the procedure of Entwisle and Hayduk (1978), the ^ 
participants were asked to guess what grades .they would receive on 
their, next report card in reading, math, and conduct. Responses were 
coded:' A, - A, B - s", C - 2, D^- l,»and'F 0. When responses were 
subjected to a 2 (grade, status) x 2 (grade) x 2 (gender) MOVA, several 
sigiflficant effects were revealed. 

Reading . The children were asked to p^ck the letter grade they 
would receive on their next report card in reading, AlthSugh there' 
were significant main effects for grade status and grade, these effects 
were moderated by a sifenificunt Grade status x Grade interaction, F 
(1,211)- « 8.06, £« .005. These results showed that the non-retained 
and retained fifth graders expected similar grades (M's - 3.12 and^3.16 
respectively) but the ii6n-retained second graders expected higher grades 
(M - 3.70)- than tlftir retained counterparts ,. M ^ 3.18. Additionally, 
significant mai;^ effects for gender, F (1,211) - 3.87, £ - .05, emerged, 
ft was Indicated that the female students" expected higher grades in 

reading (M « 3.4^1 X than did the male students (M 3.19^. 

"* " i p " ' ,■ = , 

Arithmetic and conduct expectations . There were no significant 

, /effects revealed in. the univariate analysis for either the arithmetic or 

conduct expfectitions. Marginally' significant for the arithmetic 

expectations were gride effects, F (1,211) - '2.77. 2] - .09'and a Grade x 



Gender interaction, F (1,211) - 3.57, £» .06. The conduct expectation 

//- ■ 

'analysis- indicated marginal effects , for gender, F (1,211) « 3.59, £ » 
.06. Poit hoc analysis" for the arithmetic expectation (using Duncan's/ 
procedure) indicate significant differences between the retained fifth 
grade males (M » 2.91) and all other" participants Call Ms « 3.0), 
£•« .05. Also significant differences were indicated between non- 
retained, fifth grade males, M « 2.62, for the conduct expectation, and 
alt Other participants, ji^ .05t 

It was predicted that the retained students would have lower 
academic self-images than their non-retained counterparts. However, 
there was no support for this hypothesis. It in interesting to find 
that the second graders expected higher* grades in reading than did the 
fifth graders. It is possible that the fifth graders have a "reality 
constraint" operating, in that they are more aware of the work, involved 
in excPlling in school, as well as of higher demands are placed upon 
them in relation to the second graders. 

Sglf-Concept Hypothesis 

Self-esteem measure . It 'was predicted that students who have been 
retained would have, a lower self-concept than non-retained subjects. 
Following Katz and Zigler (1967), we first employed the usual measure 
of difference between "real'* and "idea^l," labelled "actual." Also 
a- correlation matrix (see Appendix D) was constructed to see the degree 
of relationship^between each of the self-concept measures. Available- 
data also allow the assessment of, the effect of experimenter's race on 
children's ^self-reports. ^ 



. .35 
Actual self ^.concept ♦ The participants' discrepancy ("actual") 

scores ^ere analyzed by a 2 tgrade status) x 2 (grade) x 2 (gender) 
X 2 (experimenter's race) x 2, (participant's race) ANOVA, Several 
significant effects were revealed: (all (1,1880 ), participant's 
race (F » 5.73), £«*02, grade status (F « 8.30), £».004, grade (F 
9.17), £«*0003, Participant's race x .Grade interaction (F » 4.37), £» 
.04, Grade status x Grade interaction ( jF » 5.42), 2».02, and aa Experi-' 
menter's race x Participant's race.x Grade status x Gender interaction 
XF 12.52), £«.0005. 

n As predicted, differences were found between the retained and 
non-retained participants; however, the differences were in the opposite 
direction, with the retained participants' "actual" concept being 
higher (M ■ 2.02) than the non-retained participants' (M « 2.88). ^ These 
differences were significant, as indicated by Duncan's test, £* .05. 

The significant effect -for participant's race showed that the 
African-American participants had a higher actual-concept (M » 2.0) than 
the Caucasian-American participarit 's (M « 2.74), Duncan's analysis 
indicated that these differences were significant, £-.05.. The main ef- 
fect for grade indicated that second graders' actual-concept (M; « 2.02) 
was higher than fifth grader's (M » 2.91); Duncan's analysis^ indicated 
these differences were significant, £-.05. Furthermore, the Race x 
Grade interaction indicated that the African-American second graders' 
(M » 1.94) actual self-concept was higher than the African-American 

fifth graders' (M « 2.04) and the Caucasian-Wrican fifth graders' 

» « " . 

3.39). Generally the second graders' actual-concept was indexed as high- 

er (i.e^, more positive)- than the fifth graders'. 
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Self-i Ideal > atfd Social- concepts > A T (experimenter'^ 
race) x 2 "(participant's race) x 2 (grade status) x 2 (gender) x 

2 (grade) MANOVA was computed to .assess the relationship of the 
participants' self-, ideal-, and social-concepts. Pillai's trace 
significance test revealed many main effects and higher-order inter- 
actions, so interpretation of multivariate effects are complicated. 

(See Table 3) ; . . ^ ' , 

k 

Serf-concept . When -responses were subjected to the univariate 
analysis,, using the same format as the MANOVA, many significant effects 
emerged. The grade status main effect indicated that p,articipants who 
had been retained had a higher (more favorable) self-evaluation 
(M « 3.18) than participants who had not been retained (M * 3.85), 
F (1,188) - 4.91, £».03. Also an Experimenter's i^ace x Participant's 
race x Gender interaction emerged, F ^(1,188) » 8^01, £« .0005. These 
results indicated -that the Aftican-American malers reported a higher 
self-concept with the same race experimenter (M « 2.81) th^ when 
interviewed by a Caucasian-American -experimenter (M « 2.94). When the 
Caucasian-American females were interviewed by the same race experi- 
menter, their self-concept was more favorable (M » 3.46) than when they^ 
were interviewed, by an African-American experimenter, M = 4.25. When 
interviewed by an African-American experimenter, both Caucasian- 
. American males and African-American females held a more positive \fiew 
of themselves (M » 3.05 and 3.57 respectively) than when the interviewer 
was Caucasian-American, Ms. » 3.96 and 3.76, respectively. Post hoc 
i^nalysis using 'Duncan's test indicated these differences were signifi- 
cant, £ >«.05. 

o 



Table 3 

MANOVA Results for Self-Esteem Measures 



PillAi^s Trace Statistics 
F-Value P-Value 



Experimenter's race . 3.30 .03 

Experimenter's race x participant Is race 6.50 .0004 

Grade' status ' 2.50 ^.05' 

Experimenter's race x^rade status 2.65 •OA 

Experimenter's race x particip.ant 's race x 

' grade status " 3.33 .02 

Participant's race x gender 2.66 - 

Experimenter's race x- participant 's race x 
gender 

Experimenter's., race x grade status x 

gender 
Grade ' 

Experimenter's race x gender 2.50 .05 

Experimenter's race x participant's race x , 

grade . 2;89 ' . .03 

Experimenter's race x "gender x grade 2.53 .05 
Participant's race x grade x gender x 

grade status 



5.11 .002 

2.98 .03- 
4.78 .003 



4.57 .00.4 



*Note. All df - (3, .186) 
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Furthermore,, univariate analysis revealed significant' effects 
for -an Experinenter 's race x Grade status x Gender interaction, F 
(1,188) - 6.54, 2 .01 and Subjects' race x Grade, F (1,188) - 4.47, 
£-.03. Post hoc analysis, using Duncan's procedure, did not reveal 
any significant dif f rerences . / 

Ideal-concept . The most pronounced effects were indicated by 
the univariate analysis of the sample's ideal-concept. Again, many 
'main effects and higher order interactions complicate the interpreta- 
tion of the results (see Table 4). Given that the primary focus of 
this investigation was to assess the relationship of the sample's 
grade status, gender, and grade to the , dependent measures, only 
these variables' effect will be discussed. Significant effects were 
revealed for gender, F (1,188) - 4.08, £-.04 and ^rade, F (1,188) - 
6.73, £-.01. Results indicate that males have higher ideal standards, 
M - .99, in -comparison to the female participants, M - 1.12. The fifth 
graders' ideal-concept measure indicated that they have higher ideal 
standards M - .88, than the second grades, M - 1.25. 

Sociai-concept . Part of the Katz and Zigler (1967) self-concept 
measure included a questionnaire for the assessment of children's 
opinion on how "others" saw them. This measure was utilized in this 
Study. 

The only significant effect revealed by the univariate analysis, on 
the participant's social-concept measure, was an Experimenter's race x 
participant's race x Gender i^nteraction, F (1,188) - 5.30, £- .02. 
The results showed that the African-Aip,erican experimenters rebeived 
responses which indicated'a higher social concept from the Caucasian- 



Table 


4. 






Univariate Results for 


Ideal 


Self-concept 








*F-Value 


P-Value 


Experimenter's ,race 




i7.6A 


.01 


Participant's race 




5.30 


.02 


Experimenter's race x participant's 


race 


17.56 


.0001 


Experimenter's race x grade status 




7.00 


.01 " 


Experimenter's race x participant's 


race x 






grade status 




8.02 


.005 


Gender 




4.08 


.04 


Experimenter's race x Gender . 




4.97. 


.02 


Participant's race x gender 




5.36 


.02 


Grade 




6.37 


.01 


Experimenter's race x grade 




5.82 


.02 


Experimenter's race x participant's 


riice X 




• 


grade 




7.18 


.01 


Grade x gender 




3.89 


.05 


Experimenter's race x gender x grade 




6.97 


.01 


Participant's race x gender x grade 




5.75 


.01 



*Note. All df - (1,188) 
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American males (M ■ 3 ♦02) and the African-Amejican females (M « 3.84) 
than did the Caucasian-American experimenters, Ms « 4,32 and 5*0 respec- 
tively. In contrast, th^ Caucasian-American experimenters received 
responses that indicated a higher social-concept from the African- 
American male participants (M » 3.35) and the Caucasian-American female 
participants (^|| 3.64) than did the African-American experimenters, 
Ms « 4.0 and 4.30, respectively. Duncan's multiple range test indicated 
that these differences^ were significant, £-.05. Furthermore; Duncan's 
post hoc analysis showed that Caucasian-American non-retained fifth \^ 
grade males had a significantly (£ «.05) lower social-concept (M « 6.60) 
than all other participants. 
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Discussion 

Grade retention is a widespread policy used in the educational 
arena. As previously stated, children are usually retained 'in grades 
because they fall below certain standards of academic achievement or 
social maturity. According to Sandin (1944), "Non-promotion is a sort of 
official reminder to the pupil that he (she) has failed in an aspect of 
his (he"r) career which to many children is quite important. Moreover, 
a child who is held back academically, continues to grow in years, in 
physical dimensions, and at least to some degree in his (her) social 
aspirations and attitudes..." (p. 1). . 

On the other hand, a few investigators claimed th&r non-promotion 
was not detrimental to the child as believed (Chase, 1972; Saunders, 
1941). There has been little systematic investigation of these claims 
and the information available could not allow us to make many ■ con- 
elusive statements about the effects of grade retention on the social 
development of children (Chase, 1972; Jackson, 1975; Sandin, 1944). 
Therefore, we designed this study to investigate the. impact of grade 
retention on children, from the perspectives both of their own perceptions 
and from the perspective of "valued others," i.e., their peers. 

The literature suggests that the^ school is one of the most influen- 
tial institutions in the socialization of children. Additionally, it 
has been shown that peers play an important role in the socialization of 
children (Gump, 1980; Hetherington & Parke, 1979; Shaffer, 1979). 
This study was designed to assess second- and fifth-grade children's 
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perceptions about the retailed child. We believed that the children's 
age (e.g., grade level) would effect their ability to differentiate 
between the retained and non-tetai^ed children.- It was possible for the 
younger children (due to their developmental level or to their less so- 
phisticated level of social (cognitjLon) to the less discriminative toward 
a retained child chan would their older counterparts (Shaffer, 1979). 
In other words, we anticipate developmental trends. 

Our first task was, to show that the children (both second and 
fifth gtade?s)' are cognizant of the grade-retained child. Our data 
indicated that they are able to distinguish between a non-retained and 
retained child. When the children were asked to "guess" why two child- 
ren were in the same grade and one was older than the other, sixty-seven 
percent of the participants stated that one had been retained; and more 
often than not they would point to the older child in the dyad, regard- 
less of the height manipulation. 

Based on past repsarch we predicted that the grade-retained 
children would evoke negative perceptions, and thus have lo^^er status 
than children who are regularly promoted. The literature suggests 
that children do have stereotype conceptions and that they assume 
different statuses and roles within a peer group (e.g.. Feather, 1975; 
Shaffer, 1979). If we could show that children do indeed have these 
differential evaluations for. the retained child, then we could possibly 
observe discriminatory behavior towards a retained child by their peers. 

Although the results were mixed, there was some evidence to 
support the above prediction. There are differential evaluations 
about the retained and non-retained children by their peers. For 
instance, when the children were asked to describe the retained-target 
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child (impression and attitudes-question two) a significant interaction 
was revealed. The interesting finding here was that the non-retained 
males gave more negatve descriptions about the retained-shorter target 
child than of the retained-taller target child. The non-retained girls 
followed this pattern. However, the retained-female raters gave more 
negative descriptions about the retained-taller target child than to 
the retained-shorter target child. Clearly the grade status and gender 
of the rater- ire moderating their judgments. It appears as though the 
non-retained (male and female)' raters focus on disjunctive informa- 
tion, i.e., the height &f the target child is inconsistent with their 
grade status. Therefore, the evaluation is less favorable than when 
the information is consistent, i.e., the teller child is the. retained . 
\child. However, the retained female raters appear less tolerant of 
"Vmilar others", i.e., they gave less favorable descriptions about 
the retained-taller target child. The retained males were generally 
neutral about the target children, e.g'., they gave descriptions about 

the color, of clothing. 

\ 

When tlie children were asked who would be liked better, either 
the older (retrained) or younger (non-retained) child, fifty-five percent 
said the retainM-target child. Again their choices varied according ' 
to the height of \he retained-target child and the grkde of the rater; 
i.e., a significant Condition x Grade interaction emerged. It was 
, shown that the older raters (fifth graders) said the (older) retained- 
shorter target child would-be liked better. Whereas the second graders 
said the retained-taller target child would be liked better. So it 
seems that the fifth-grade children were focusing on social status, / 
while the second graders were focusing on height (a more visible cue). 



\ 
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Our data suggest that the childreri's evaluations of their retained 
and non-retained peers are moderated by (a) the size (height) of tjie 
retained-target child (b) whether or not th^^ raters themselves had been 
retained, and (c) the grade of the/raters./ Further support for these 
findings were shown by other measures U8^4 in this investigation. 

As stated previously, status dif^rences evoke differential 
evaluations and provide the. basis for inferring differences in other 
capacities or characteristics of, the individual. Based on the status 
generalization theory, we predicted that (a)^ children who are regularly 
promoted would be preferred for a school-related tasH and (b) would - 
also berpreferred for a school-irrelevant task. Our data indicated 
that grade status promoted diffuse expectations but not specific 
expectations • 

^ Seventy-five percent of the sample chose the retained-target child 

♦ 

to help them with the academic task. Spontaneous comments the child- 
ren made explained these s.eemingly contradictory results. The children 
stated that since Che child had repeated a grade, he or she would have 
more experience and would be in a better position to help tihem than the 
non-retained child. But post hoc tests showed significant differences • 

between the non-retained fifth graders' responses arid all other 

... V 

participants' responses. These results showed that the, non-retained 
'fifth graders preferred ilie non-retained children to help them with th 
academic task. Differential social cognitions are suggested by the^e 
results. The older children seem to focus on the implications of .being 
retained, whereas the younger children seem to reason that bein/ 
retainer* and older implieq "more experience," hence more helplul. 




/ 
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Nontheless, given that the- majority of the children preferred the older 
(retained) target child to assist them, it was concluded that there 
was no support for the prediction as stated, ^ 

Support was revealed for prediction (b);the majority (55%) of the 
children in 'this study preferred to play with the non-retained (youngerf 
target child rather than the retained (older) target child. Significant 
main effects for grade stratus and "grade were revealed .^The non-retained 
raters preferred the (younger) non-retained play partner more ofteff than 
the retained partner; and the retaineii raters preferred the retained 
partner more often than the non-retained partner. Furthermore, the 
younger children (second graders) preferred the older (retained) target 
child more often than did' the (older) fifth graders. It appears 
as though the younger children would prefer to play with someone older, 
whereas the older children would prftfer a same-age playmate. Again, 
since the majority of the children had a significant preference for the^ 
non-retained play partner, it was concluded that there was support for • 
the diffus'erexpectation hypothesis, r 

We also predicted tha/ the target children '.s gr^de status would 
influence the distribution of rewards they received on a school 
■ relevant task from their peers; in other words, the grade-retained 
children wou^d be discriminated against. Past research suggests that, 
when children\ allocate rewards, task perfonnance is not the only 
basis for chilVren's judgmelits (e.g., Graziaho, 1978, Graziano, et al., 
1980; Leventhal^& Michaels, 1971). Our data indicated that the most 
cogent evidence Vf discrimination occurred in the reward-allocation task 
when the retained\and non-retained child's performance was equal. 
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'The resales suggest the subtle influences grade status could 
have on children's perceptions. of their peers. Both second and fifth' 
graders allocated fewer prize chips to the retained-taller target child 
than to their non-retained counterparts, even though their performance 
was equal, i.e., they had read the identical portion of the story. There 
was a notable exception, to this occurrence. .The non-retained second : 
.grade raters allocated more prize chips= to the retained-taller child in 
the dyad. Intuitively this can be uderstood size is a more salient 

(i.e. highly visible) cue to the. younger raters, thus more likely to 

XV " < ■ 

inffuence their judgments- than is task performance (Graziano, 1978; 

Graziano, et al., 1982). In contrast, older chiiareij (fifth graders) • 
are more aware of "social cues," and from the aforementioned result's,?!^ 
they appear to have lower expectations about the grade retained child 
than about the non-retained child. ~ . , - * 

It was concluded that there was some support for the- predictions _ 
that the regained child would be the recipient of discriminatory acts. 
The reta.ii?/d children received less rewards even when their performance 
was equal to that of the non-retained children; however, this effect 
appears to be moder^sted by the height of the retained children. The 
retained children were^rtot preferred for the school-irrelevant task; 
fet they were preferred for the school-relevant task. Nonetheless, the 
noteworthy findings were that these effects can be enhanced or" 
. debilitated by the height of the target child (in comparison to the - 
non-retained target child) and the grade status knd grade of the raters. 

Chase' (1972) proposed ' that a child who does not compete success-: 
fully in school could develop ■ problems in living and in coping with 
his or her environment. This 'is not inconsistent with the Conclusion 
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by Chase tl972) that non-promotion is not as detrimental as previously 

believed. .'Chase clarifies his, pgsition by stating that careful selection 

of .the^child who is retained and , cons is tent monitoring of that child's 

progress is necessary^ to alleviate or decrease the possible negative 

effects of grade retention • This study ^( and others outlined earlier) 

suggest that academic performance and social adjustment are highly 

related. As such, we predicted that children who are retained would hpe 

less favorable social cognitions and expectancies about themselves and 

their -school surroundings than would children who are regularly 

promoted. The data relevant to this prediction are (a) the incomplete 

' * <■ ^ » 

sentence stems (b) the report card expectancy measure and, (c) the 

<•> 

self-esteem measures. 

The results from the^ incomplete sentence stems indicated that the 
retained^ and non-retained children did have different perceptions about 
their environment. However, the results of thes^ measures are not 
conclusive Forty-six percent of the population .did not give "codable" 
-responses. At best we can say that the results were mixed. Perhaps 

the students were not able to respond in such an abstract manner; support 

\ 

is suggested because more fifth graders responded (56%) than did second 
graders {22%). Nonetheless, interpretations of these results are 
difficult. Clearly more research is needed in this area that would 
employ moVe concrete dimensions for the younger less "cognitively" 
sophisticated student... 

It was predicted that the retained children would have less 
favorkole expectancies about themselves than their non-retained counter- 
parts. Support for this prediction was not indicated even though there 
were significant main effects and high-order interactions on the reading 
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expectancy measure. For instance, the non-retained and retained fifth 
graders expected similar grades but the non-retained second graders 
expected higher grades than their retained counterparts. We suspect 
tha^t the older children have a "reality constraint" that operates 
whicl> allows them to consider the responsibilities that are required 
of them to receive high grades; support for this contention is suggested 
by the fact that even the retained-second graders (who are older than 
th^ their non-retained counterparts) expected lower grades than theit 
non-retained classmates • 

It has been proposed that reading is f a impbrtant^f actor in the 
—self-definition" among elementary school children and that children do 
rely on their .classmates (in their particular classroom) for academically 
relevant social comparisons (Src.ith & Johnson, Note 3). Therefore, 
we are not alarmed by the lack of significant effects for the math and 
conduct report card expectancy measures. 

Based on previous r'esearch, we hypothesized that the retained 
children would have a lower self-concept than the noil-retained children. 
However, the present data suggest that children who have been retained 
have a significantly higher "actual" self-concept than the non-retained 
children. 

There are two possible explanations for this. First, chil^ten who 
have been retained are placed in classrooms where the work could be 
repetitive. Hence, they could perform better in this situation than they 
did previously. Since they could also be doing comparatively better 
than their classmates, their self-esteem is higher. Thia possibility 
has received support by Strang, Smith, and Rogers (1978) in their 
investigation of the mainstreaming phenomenon. The^e investigators 
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found that the educationally gifted children (when pla^ced in cla.s^rooms 
together) make comparisons with '^similar others** children. As such^ 
their ^'^If-esteem was lover than when they were in a regular classroom^ 

The fact that our results showed that the non-retained children had 
significantly higher **ideal" standards than their retained peers proposes 
another interpretation* Since the "actual" self '-concept is computed by 
the discrepancy score between the real-concept and ideal-concept measuire.s 
the individual "ideal" standards of the children are important.. It is 
possible that the retained children have lower "ideal" standards due to 
their past experiences in school (e.g#, Centra & Potter, 1980). Con- 
versely, the non-retained children have had more rewarding experiences 
and are motivated toward further success. 

Our data support the second explanation. Furthermore, in this 
particular school, the retained children are not given "repetitive" 
work per se. Rather they start the new year at the level they completed 
the previous ye^ir and work from there* 

Taken together, these data suggest \that the impacts of grade 
retention are manifest in subtle ways. It ^is noteworthy that different 
effects of retention are obtained from younger and older children, and 
are differentially elicited by different examiners (e.g., recall the 
sifnificant r&cc of examiner effects). These data also suggest that the 
impact of mixed age interaction is moderated by the largex, social context 
in which the interaction occurs. 

There are certain limitations to the present- investigation. A 
l4rge number of the children had been retained (46%)* Since we did 
find som discriminative behavior toward the retained children, we feel 
the results are noteworthy. Perhaps if this study were replicated in an 
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institution where the r'ate of grade-retention was lower, different results- 
could be Obtained. There is a possibility that in the situation where 
grade-retention doeS not occur as frequently as it did in this school, 
children who are retained could be the recipients of more blatant acts 
of discrimination. 

The fact that the jneasures of peer discrimination, did not yield 
identical results could be attributed to the school's high retention 
rate or to the fact that different grade levels were in the assessments. - 
Meaning that perhaps an investigation with children in the same grade 
could" provide more clear-cut responses. This would of course entail 
either a longitudinal assessment or several replications which involve 
children in different grades. 

Futhermore, some people might argue that our.,methods were "artir 
ficial" in that the children were only shown pictures. Ethical concerns 
would not all us to do otherwise: (a) we did not wish to stigmatize 
any child as grade-retained, and (b) we did not wish to solidify the 
children's attitudes toward a retained child. 

The notion that grade-retention does in fact influence children's 
perceptions about their peers has been substantiated. .These data also 
suggest that the grade status of the rater, the level of their social 
cognition abilities (e.g., grade level), and che height of the target ^ 
(retained) child could possibly mediate children's perceptions. These 
speculations warrant further research. 
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Appendix A ^ 
Self-esteem Questionnaire 
The participants were asked to respond to the adjectives listed 
below in three situations, (1) For the real-concept measure, i.e., 
"Are you.*.?" (2) For the ideal-concept measure, i.e., "Would you 
like to be...?" and (3) For the social-concept measure, i.e., "Do 
other people see you as..."? ^ 
cheerfui y«« n° 



ynoisy 



yes no 



hot-tempered y«s no 

shy y«» 



sad 

easy-going 
sneaky 

lonely ' ^es 

popular • 

« 

calm 
lary 

honest , 



no 
no 



good-natured V^^ 

fair no 

selfish y«» no 

stubborn ^ "° 

mood^ ' no 
smart 



no 
no 



successful- 
friendly * 



no 
no 
no 
no 
no 
no 
no 
no 
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Appendix B , 

Story Portion.'in the T.rget-Child'. (retained) 
Greiter-Perforaance Condition 



The Turnip 

Once up/n a tiae an old man planted a litC-le 
turnip anjl'aaid: "Grow, grow, little turnip, 
grow »yeetl Grow, grow, little turnip, grow > 
strong," And the turnip grew up aweet and atrong 
and big and enormoua. Then, one day, the old 
man went\,to pull it up. He pulled and pulled 
again, but he could not pull it up. He called 
the old woman. , 
The old woman pulled the old man. The old 
man pulled the turnip. And they ?ulJed and pull- 
ed again, but they could not pull it up. So 
the old woman called her grandfather. The gtand- 
father pulled the old woman, the old woman pull 
ed the old man, the old man pulled the turnip. 



The Turnip 

Once upon a time an old man planted a little 
turnip and aaid: "Grow, grow, little turnip, grow 
aweetl Grow, /grow little turnip, grpw atrongi .And 
the turnip gJew up aweet and strong and big and enor- 
mous. Then ine day, the old man went to pull it up. 
He pul?.ed arid pulled again, but he could not pull it 
up. He called the old woman. ^ 



^ Appendix C 
Incomplete Sentence St/ems 
1 • School is a place where - 
1. Homework is ' >■ 



3. A teacher is a person who_ 
k. I like school because 



5, I do not like school because 



6. If I had one wish, I would like / 



/ 



/ 



1 

i 




c 

sc 

IC 

oc 



Appendix D 

Correlation batrix foi^ Self-concept Measures 

• OC- 



^ c 

1.000 



■ sc 

0.860 



IC . 

-0.244 ' 0.517 

0.284 ' 0.6-34 
0.233 
V.ODO 
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